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~ Abstract

s
Children learn more than the mastery of academic content .

A ; y
at school. They also learn to become socially competent meﬁberS‘

of the classroom community. Classroom interaction is a social

activity comprised of the verbal and nonverbal behaviors which . : .
students and teachers maniféest and interpret in face-to-face |
encounters, This study uses microethnographic techniques So

discover and destribe important aspects of the social compétence

-acquired by children in a kindergarten/first-grade classroom.
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Space in a Kindergarten/First-Grade Classvoom ’
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v Jeffrey Shultz and Susan Florio3 «

Upon entering school for the first ttmb, children must learn how
to behave appropriately in the plassrooml At any given mement, they
need to know what ls expected of them by the teacher and by their

fellow classmates. They need, in other words, to be socially competent.

-

Students who exhibit less than socially competent behavior can be

labelled "behavior problems," "hyperactive," or "slow." Social

» . . .
competence cntails knowing what context one is in, what behavior is

considered appropriate to that contéxt and, therefoire, the "capacity
for monitoring contexts, and . . . for knowing when the context )
changes" (Erickson & Shultz, 1977, p. 5). Not being able to recognize

changes in context may result in behavior that is considered inappropriate

by other participants in the situation.
[ : . .
Partigipants in a situation colledtively create and sustain contexts

for intiraction by meauns of communication in & variety of cbannels.
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Junctures between these contexts must be marked in a manner such that
participants iﬁ the situation will know thaﬁ'the coﬁtext has changed and
that the c;iferia for whét constitutes appropriate behavior have ghanged.
‘vAt the junctures betﬁeen contexts, shifts occur in a nuﬁber of different
channels of communigation such as postdre, interpersonal distance, gaze
direction, Speéch prosody, and conversational topic (Fitzgerald, 1975;
$hultz, in press; Erickson & Shultz, 1977). As will be démonatrated, such

shifts can be thought about as the embodiment of'changing rights and

obligatioﬁs“among participants as they subtly redefine social identity

and activity.

+

In a classroom, the teacher and studenté need ways of signaling to
eachfother thét tbg context has changed aﬁd‘that something new is
about to happen. The teacher, as locus of sociad control iq the class-
foom, need; to communicate to students that actiQity and behavioral
expectations are changing. These signais for Céntextual change are
gspecially crdtical in the early grades when children are not yet fully
gocialized into the culture of schools, and at the beginning of the
' schgol year, when stpdents'havenft ye; learned whag'constitutes the new
context for interaction.
The major purpose of the study has been to discover what children néed
){o know in order to be conéidéred competent members of thenclassf%om cgl—ﬂ‘
ture. We follow Goodenough in using a cognitive definition of cu;ture
as consisting of, !'whatever it is one has to know or, believe in order
to operate in a manner acceptable to its members, and do so in any
role that they accept for any one of themselves" (Goodenough, 1964, p. 36).

Goodenough refines this notion of culture to include the expectations

persons have of the behavior of others by asserting that

‘-.
W
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there are different role expectations that go
~ with different social relationships and
different social situations. Each of these
, dif ferent expectations constitutes a different
‘ culture to be learped (p. 4). B

The focus of our study was to uncover what it 1§ that children need
to know in‘order to act in a manner that isaconsidered appropriéte in the )
' classioom. in .nvestigating this question it is important to discover,-

" by meansvof cafeful exaﬁi?ation of Ebe contexts through which tbacher' _ s
and children navigate,)ﬁhat teacher and:children do. in interaction in
order to accomplisﬁ classréom events.

This‘paper examines the ways in which one teacher signals to her
students that something new is about to happen. In particulaf, the

“contextual changes that occur in an open activity period called "worktime"

in a kindergarten/first-grade classroom are examined in detail.

-The Context

Setting _ | , : o

f

" The setting for ‘the study was a kindergarten/first-grade claséroom
?? a suburb of Boston. The neighborhood the school was in was pre-
dominantly Italian-American and most of the sfudents in the classroom were
ItalianhAmerican. L | s
The class,contained both kindergarten and first-grade students.
During the first year of the study, thére vere 14 kindergarten students
and 11 first-grade students.‘ Eight of the 11 first-graders had been in

. kindergarten‘in the same room with the same teacher the previous year.

She had been teaching in mixed-age classrooms for several years.

Data Collection

Seventy hours of videotape were collected in the classroom over

6




the course of two school years. A large proportion of the videotapes
(approximately 60%) was collec.ed during the first two weeks of school of .
each of the two years. In addition to the videotapes, supplementary field

- . . . A
notes were taken. Dql‘pg the second year, a participant observer spent

several days each week in the classroom. The resulting complementary

information informgd the analySis.éf the videétapeg (cf. Florio, Note 1).

The analyses reported here are based on observation of the video-
tapes mad. duriﬂg worktime on,.six &ays during the first year of the study
» and are supplemented by field notes from participant observation. Four

of the six days were in Septembers two during the first week of school and

-

two during the second week of school. One day was during December,

4

approximately one week before Christmas‘vacation. The last day was at

[ 4

thg end of April. 1In all, approximately eight hours of videctape were

viewed in performing the analyses reported in this paper. .

Activities Observed: Circles and Worktime : ' ) . s

Two different kinds of activity occurred during ﬁhe course %f’é .
day.in th; classroom we studied: ;hole group meqtinés which participants
called Jcircles," and multifocused activity times called "worktime" and
Ysnack." During cirtles, thc teacher and students sat on the floor at
the front of the room in a place they all called the "circle area"

(see Figure 1). Cifcles were used by the teachet.to bring the students
together in order to convey académic information and for disciplinary
purposes, Circles were the most tightly controlled.activities in 'the
classroom from ‘the teacher's point of view. Any deviation from their
single focus ;onstituted grounds for some kind of sanctioning behavior

from her (cf. Bremme, Note 2).

During werktime, students were dispersed around the room. They ‘

engaged in a variety of tasks of their own choosing. Worktime was an
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active, multi-focused time in which students worked together in.

small gyoups, and the teacher customarily joined‘oné of -the groups.
~ L}

Membersxof the{Claés did not have to attend to any one activity in

particular. They had to atteund to the task in which they were
- ’ ] L) A ]

-

engaged? but that task was allowed to vary from student to student.
The behhviorél demands of circles. and worktime were thus very
diffef@ﬂf. During the multifocused activities, children were allowed
to speak more freely and in louder voices than during circles, and
they were allowed to move around the room. During circles, students

& .

had tﬁ attend to the main focus of the interaction, they spoke at
certain times, and they were not allowed toomove around the room unless
they had the explicit approval of the te;chgr. ) ,
This pap?r examines in detail the contextual shifts accomplished
By students and-tegcher as they moved from single to multifocused
acfivitiqs. Worktime occugred immediately, following the éirsi circle *
of the day. Students“worked on a variety of different tasks during the .
course of worktime. Tﬁey were allewed to paint, build with bloeks,
listen to.the record player, or play with dolls. They élso{ﬁﬁﬂ“the
option of working on one of ;everal "s;ecial" tasks that the teacher
had set up on any given day such as Eooking or crafts. The choice of
what tc do was almost entirely up to each individual studeni. Once
worktime began, movement around tke room and the level of ambient
noise were much greater than they had been during the single-focused
first circle. Following clean up at the end of worktime, the students.
reassenbled on the rug at the front of the classPoom to have the second
circle of the day.

Worktime was divided into a number of different segments, for which

different student behaviors were appropriate. Figure 2 shows the

Y




¢, segmentation of worktime into its constituent contexts. Recognizing .
- . ,' . v L}

that the boundaries between the contexts of worktime cannot be determined

-
t

with precision, the researchers attempied to construct a model of the
segmentation by ;epeated observation of the videotapes (Pike, 1967;
Erickson & Shultz, 1977). The teZcheq helped in this process, and the

model is congruent with her conception of worktime (Florio, Note f?.
\ ) )

.. . : g
. Patd / .‘ i ’ '
‘ s, » . .
T
' ) .
pFirst . ‘ © Worktime . | 'vSeconq
. ' ' Clean up ,
Circle Getting ready | Focused time | Wind up Circle
. T " - ﬁs)‘ ' 3
b. h LI ¢

Figure 2:" Segmentation of worktime.

<

. . Figure 2_illustrates’that the worktime activityvcan be segmented

N ’ L
into a series of constituent contexts for interaction. In order for

.
L

a large group of people to move from a single-focus into small
activity groups and back again in limited time and space changes in the
flow of activity must occur. Children and ‘teacher alike must

alternately "get ready' for worktime, "focus" on small group activities,

m&j

gradually "wind up" those activities, and "clean up'" the room before ib

gathering on the rug for a second circle. Each of those contexts makes

different interactional demands on the members of the class.

AThe double lines in the diagram represent junctures between major
activities, such as first circle and worktime. Junctures between segments
of the same activity are represented by single lines (such as the line
between getting ready and focused time). '
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One of -the teacher's major social control~fpnctions during worktime - °.

"’ is, tﬁérefore, tgﬂgommunicat to the studemts what context they are in,

and especlally to signal when one part of worktime is about to end and
* another is te begin.. The t&acher must communicate that something new
is happening so that the students know what is eXpected of them, and ~

students must 1earn to- make applopriate readings of this communicative

“. pehavior. This communication of what ;s‘gging cn is especially critical
. . r
at the beginning of‘the school year, when the students are, still ¢
J 1] - * .

unaccustomed to the routines of classroom 1ife:

’
s

Fxamination of- Contextual Changes

[

Junctures Between Segments of Worktime

Worktime is a noisy, active time in which there are a number . of

“ > ’

groubs extant in the room, each witﬁ‘its own focus, Participant observa-

"tion and analyéis of vidéotaPes suggest ;hat, during such an active tfme,"

speech is difficult to hear and even more difficuly to place in the

foreground fér the communication and interpretation of social meaning.

By'means of dg;ailed analysis of worktime, it has become apparent that

teacher and, students alike ;se movement througﬁ'space as acpaaerful cue

to context (Florio, Note 1)."The 1ines on the four maps in Figure 3

show the teacher's movemeﬁt during each segment of worktime on a typicél ¢

school day. |

At the end of the fi;st ciréle, the teacher and_stu&ents got réady,’

¥or worktime (Map 1). The teacher outlined the avaftable.act%yity op£ions

1 and students dispersed around the room in search of a place to work,

materials, and partners. Similarly, the teacher moved freely about the

room, calling instrdctions and generally orchestrating the beginning of

workt ime’.

T
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Figure 3.  Teacher movement during worktime (continued).
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During the°focu§ed time which followed, children engaged iﬁ their
chosen worktime tasks. The teacher generally joined oné group of
children. She intruded neither spatially nor verbally on the other
bounded activity groups except when there Qas an unduly loud
noise or large scale movement.

Map 2 illustrates the teacher's focus on one group. She iéft her
table only once during focused time, and then ca.efully walked its
perimeter. The teacher, in reporting her goals for this part of worktime,

stated that she hoped each student would, "Find a task, tackle it, and ~w

_then complete it --- or, if not, have a reason why he doesn't want to

complete it -- clean it up, put it away, get something else."5

It takes-a finite amount ofstime to finish a game, puzzle, or
drawing. Therefore, the fopused time came to a gradual end as students
completed their tasks and Broke out of their groups. Map 3 illustrates
that the teacher, too, broke out of the group she was focusing on at
that ti&e.' As children left tasks and moved around the room during
wind up, the level of ambient noise increased. \Thé teacher began to
reclaim explicit authority by breaking out of the group she was focusing
‘on and attending gore acti&ely to the rest of the classroom.

The juncture between focused time and wind:up was frequently accompanied
by an announcement from the teacher that clean dp would begin in five
or 10 minutes. It is worthy of note here that there are some very real
time limitations regarding the length of worktime in general, and ol
any of the segments in1gfrticular. Thg school day wa; built arcund a
schedule that began at 8:30 a.m. and ended at 11:15 a.m. Within these

time limits, the teacher had to accomplish everything that she'sét out

to do for the day. Also, not all of the time that the students spent

5From viewing session with the teacher, 3/11/77,

o o - 16
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in the classroom was the teacher's, because there were specialists, such

as the music teacher, the art teacher, #nd the librarian, .ho made

demands on the students' time. For the most part, worktime lasted one

hour, from 9:15 to 10:15. Clean up usually lasted from 10-15 minutes,

from approximately 10:00 to 10:15, and so the juncture between focused

time and wind up usually occurred sometime between 9:50 and 10:00,
or five to 10 minutes before clean up actually began.
Presenting the schedule of the school day in this manner makes it

‘However, on those days when there was no
4

f flexi-

appear fairly inflexible.

specialist coming into the room, the teacher had a great deal o

bility in terms 6f when worktime,was going to.start and when it was

going to end. Similarly, each of the segments could vary in length,

depending upon the day. In reality, worktime lasted from 50 minutes to

one and a half hours, with many factors contributing'to its length.

An important factor contributing to the length of worktime was

the amount of time that students were able to do focused work without

either getting bored and/or disrupting other students. The juncture

between focused time and wind up.was, therefore, interactionally

-7

accomplished by the teacher and her students.
The teacher must deal with all the time cohstraints mentioned

earlier, and ithe students contribute to the decision of when clean up

should begin by what they do during focused time. As the students

began to get restless, and as their attention began to wander, they

moved around the room more. In so doing, they intruded on other

bounded worktime groups. The teacher, who was aware of the overall

amount of movement and level of noise in the room, often took the

students' cue and modified her schedule accordingly. - In contrast, if

the students were working well and things were fairly quiet in the room,

17
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and if there were no external schedule demands, the teacher sometimes
Vextended worktime fron one hour to one and a half hours.
About 10 ninutes after the warning call issued at the beginning of
' windfup, the teacher would issue a loud cali to clean up, usually by
. saying to the children, "Stop and freeze!"r-D@ring.the call to clean up,
the teacher moved wide%y and freely about the room, stOpping briefly at
areas where bounded groups of children had previous%y worked outside her
purview (see Map 4). Asshﬁ moved, she called loudly to individual
children and gestured‘broadly. In so doing, she began spatially and
kinesically to re-embrace the putative teacher fole of classroom -
supervisor, yto whom all students were‘diredtly accountable (Goffman, 1961).
pe{:ﬁEiﬁééi:::: between clesn up and ghe second circle was marked by an
announcement from the teacher that the students should sit in the circle ’
_ area. The timing of this announcement .was determined by the efficiency
pf the’cleant;g-up process; it occurred at the ;oint when most students

had finished cleaning up and were already beginning to gsther on the rug

i

in the circleiarea.

"The Call to Clean Up

Duting the six days on which the videotapes were made, the teacher \‘
went through a series of steps prior to and while she was making the
announcements regarding the junctures between'segments of worktime. The
junctutes were marked in both verbal (the announcements) and kinesic (the

e series of steps to be described below) channels of commutiication.
, ‘
The first step in’ the process of announcing clean up involved the

teacher walking to thé circle area (see Figure 1). Typically, as the

teacher was beginning to make an announcement, she would walk toward the

18
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circle area if she was not already standing there. The second step in

t

the process was for the teacher to stop in the circle area and. finish the -

verbal part of the announcement. The third step was for her toibend in from the

waist while standing in the circle area, and the last step was for hér to
~«sit down on a chair in the circle area with the students in front of her
while she completed the announcement. Not all of the steps in the\\\\
process occurred every day. However, there was a finite number of comi\\\
binations of steps that she followed on any given day, and the order in
which the steps occurred oas fixed.

While the teacher was going through these stepé and making the
‘announcement, students were expected to stop what they were doing and to
stand or sit quietly until she finished. The announcements often hegan
with the order to "freeze,‘ which meant that students were supposed to
hold their positions and not talk. The end of the teacher's announcement
 was always accompanied by her breaking out of her'"ahnouncemeﬁt posture,"
either by straightening her torso or by ‘starting to move around the room
again.‘ As the teacher broke out of her.announcement posture, students
would go back to what they were doing or wouid-begin to do what‘the;
teacher had askec them to do. 1t was not uqtil the teacher broke her
announcement posture that students would again begin to moVe. |

The power of the teacher's posture while making annooncements is
clearly demonstrated in the ennouncement.the?teacher‘made at the juncture
between wind up and clean up on one of the days recoxded. The teachet
walked into the circle area, stopped, and bent in from the waist while
she was making the annouhcement. In the middle of the announcemeni, she
turned out of the circle area to give directions to two students standing

behind her. As she turned out of the circle area, the rest of the

students began to move around, apparently thinking the announcement was

19
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over. The teacher turned back into the circle area, bent in from the “

waist éyen moré than she had done'previously, and said, "Who told you

to move?" Tﬁe truth ofﬁ&he ﬁatter is that the teacher herself, by turning
out of the circle area, had "told" the students to move. The students
had'been attending to what the ﬁéacher waS»doing, as m;ch as to what

she was saying. The teacher gave conflicting messages regarding what
stﬁdents should do next. Verbally, sﬁe was telling students to stand
still, while posturally she had been telling them that the annoﬁncement

was over.,

Table 1 contains the combination of steps that the teachér made on

the stx}days. It can be seen from Table 1 tﬁat only five-combinatioﬁs

of the teacher's movements occurred while' she was making the announcements.

' They were: ) .

-

1. The teacber moved toward the circle area'(represented as’
-~ W in Table 1). C

2. The teacher moved toward the circle area,~stopped in the
circle area, and completed the announcement’ (WX). ' .
3. The teachér was'standing in the circle area, bent in from
. the waist, and completed the announcement (Xy).

4, The.teacﬁer soved toward the circle area, stopped in the
circle area, bent in from the waist, and completed the
announcement (WXY).

5., The teacher moved toward the circle area, stopped in the
circle area, bent in from the waist, sat down on a chair,
and made the announcement (WXYZ).

T

) 6There are 64 possible combinations of the four nonverbal behaviors
that the teacﬁa;gused while making announcements., Of these, 29 combinations
are logically possible. A combination is logically possible if and only

{f it can be physically accomplished. An example of a combination that

is not logically possible is XW. That is, the teacher cannot stand in the
.circle area (X) and then move toward the circle area (W). Of the 29
combinations that are logically possible, only five, or 18% actually

occurred.

<0




Table ).

Combinations of Teacher's Movements Made While

Completing Announcements

Juncture between Juncture between | Juncture between
focused work and wind-down and clean up and
wind-down clean-up : second circle

XY : W
WXY G WX

XY 01

02 | WX

03 | | o -~ 04

05 WX WY

Legend: The teacher moved toward the circle area.
Tﬁe_teacher stood in the circle area.
The teacher bend her torso in from the waist.

The teacher sat on a chair and the students sat in front of her.

{
Exception

1

Did not occur. The numbef.after each non-occurance will be used
in the discussion that follows.

T
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'Noﬁe that each of the combinations contains eitﬁer a W or an X.
That is, while making the announcement, the teacher is either moving
toward the circle area (W) or standing in the ciréle area (Xj. Also
note that X, Y,'and 7 never occur in isolation. That is, if the teacher
is to make an announcement from the circle area (X), she must either
move toward the circle area (W) or if she is already standing in the
circle area, she must bend in from the waist (Y). Also, the teacher oﬁly
bends in from the waist (Y) and sits down (Z) when she 1s standing in
the circle aréa_(X). That: is, the combinations WY and WZ never occur.
If th: teacher is standing in a part of the room othef than the circle
area, she never merely bends in from the‘waist or sits down while
‘completing the announcement. That is, Y and Z never occur by themsel&es.
And finally, Z only occurs after the combination WXY. The teacher does
not sit down in the circle area except in those cases in which she
" moves toward the circle area (W), stops in the circle area (X), and
bends in from the waist (Y). |

‘ Th;.two_instances in which the teacher éat‘down inrthe»circielarea
while\making an announcement‘kz) deserve special attention. Rather than
just making an announcement while she was standing:in the circle area
and bending in from the waist, the teacher chose on two occasions to
. sit down on a cheir and she called £he students over to sit in front
of her. Ih these two cases, the teacher assembled the students in a
group in order to ofganize the clean up which was té follow. In-bofh
cases, there were severe time limitations placed on the class because
of outside influences. In one case, on Day 5, ;he students hgd their
physlcal education class in the middle of worktime. This was caused
by the absence of the physical education teacher and the reshuffling

of schedules. The physical education.class was rescheduled to occur

2R
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after ehe'focused work segment of worktime, and so there was no time to
clean up. When the students‘returned to the classroom, Fhe teacher
realized that time was getting short and that clean up would have to
occur in a quick and orderly fashion. She therefore assembled the
class before her and gave them very éxp11c1£ instructions es to how
ciean up should occur. ‘ |

The second case in which the teacher sat down in the circle area
and assembled the students in front of her occurred on Day 6. On
this day, worktime was running late and the music teachef was scheduled
to éome to the classroom after worktime was over. Since the class had
to be ready for the music teacher, they had to clean up quickly and
efficiently. Once again, the outside demands on time led the teachex to’

* organize a quick and orderly clean up. Again, the mpst effective way of

_)organ;zing the studerits iﬁto an efficient elean-ep team was to bring
them all‘together and to issue eXplicit directions as'to how clean’up
should be carried-out. | *

Table 1 also, shows thaf the order in which the behaviors occur is
iqvariant._ That is, W always precedes X,vX always-preeedes Y, and Y.
always precedes Z. There are no cases in'which X occurs before W, Z
occurs before Y, etc. The data in Table 1 eresent a grammar for the
teacher's behavior wvhile she is paking annoueeements. There are two

basic "sentence" forms:that occur in this gramuar:

1. [WE (Y (z2)))]

2. [xY)-

- In the first type of sentence, behavior W (moving to the circle
area) must occur. [The occurrence of each of the subsequent behaviors

is optional.: This formula generates the following combinationg: W,

‘e (}
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-

WX, WXY, and WXYZ. The.series of brackets indicates that behavior Y
does not fnllcw behavior W unless behavicr X occurs between: ‘them.
Similarly, behavior Z does not follow behavior W unless behavior X

and Y occur between them.
< _—

Vo

The, second typd of sentence is the combination XY. .This is th@
only combination that does not include behavior W. However, sincefthe
combination XY represents the instanceS'When the teacher is standfng
.in the circle area and bends in to make an annoyncement, it, in essence,
represents the case where behavior W has been deleted. Since the -
teacher moves around the room a great'deal during worktime, it cannot‘
be assumed that she has been in the circle.area during the entire period.

It therefore must be assumed that the teacher has moved into the circle o

area (tehavior W) at some point prior to making the announcement.‘ Since

the movement into the circle area did;not occur while the announcement.
: /

.was being made, it &oes.not constitute part of the teacher's behavior
in this analysis. However, it'is clear that at some point prior to

making the anmouncement, behavior W (moving to the circle area) did

"
'

occur. R ,

Figure 4 is a model representing the sequence of behaviors that : - .
the teacher performs while making an announcement. It disp%éys the
options that the teacher has at any given point in the process of making
an announcement. The solid lines in the model represent the path most.
| often followed at any one of the option points. For egaméie; when the
teacher is beginning to make an announcement, she is more likely to
move to the circle area than she is to be already standing;there.,
Similarly, once the teacher moves to.the circle area, she is more>1ike1j

b
to stand in the circle area than move toward it while she is completing

the announcement.
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The bypass option presented in the mndel is used tu account for . ¢
4 . v .
the instances in which the teacher makes dn znnouncement without going’

through the steps outlined above. From Table 1, it can be seen that

there was only'one such exception during the days we videotaped. .

‘

However, the bypass option is presented so that those cases in'which the
. g

teacher does not go through the steps described above can also be

accountéd for by the model. .

Exceptions to Usual Teacher'Behavior ‘ ’ o

* As can be seen in Table 1, the teacher made two announcements-
regarding the end of wind up aud the beginning of cleen up on Day 3.
The first of these two announcem.nts was an exceptipn to her usual

behavior piptern. On,that day, she made an announcement to the class

to. begin clean up from the classroom door. As can be seen in the 'y

‘ ¢
drawing of the classroom in Figure 1, the door is no&here near the ° ’

4 ' )
circle area, from which all of the other announcements were-made.~ In | e

order for the model presented in Figure 4 toveccount for the behavior of
this teacher while she is making announcements, there must be good-
reason for the announcement to have been made from the door ef the
room instead.of'from the circle areé.

During the\:znﬁlup period on Day 3, a~%ight btoke out between two
'of the kindergatten-bbys. They had been playing with a set of small
building blocks. °One of the boysqreached over and punched the other

\

one in the nose, causing it to bleed. When the boy n’&iced hé was
bleeding, he beran to scream and tun ateund the room. The teacher,
becoming aware of what had happened decided to take the boy to the
school nurse to have the bleeding stopped. As she told the boy that

they were going to go see the nurse, he ran out the door. The teacher

’
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started tb run after him, noticed the time on the clock. and then
+ stopped*briefly at the door to anmounce that the class should begin

to clean up. Thus, the anfouncement was made from the door. Given the . .

’

unusual circumstances,. this was a reasonable action. .

~

By the.-time the teacher had returned from the nurse's office wi'h

the boy, the student téacher had organized the remainder of the students

’

into ¢ game as’they sat in the circle area. The teacher walked into the

room, approached the circle area, broke up the game, and then noticed that .
the students had not finished cleaning up the mess they created during
worktime. At that point, while. she was still standing in the circle g
area, the teacher bent in fron the waist and made anotner announcement ; .

. to'the whole class about clean up.

It is worth speculating on the reasons why clean up was not
- -

accompﬂished successfully following the teacher 8 first announcement. One
possibility is that the student teacher was left in ¢harge of the rlass-

troom and, since this was one of her first davs on the job, she was not

-

able to handle the clean up process very well. Another possibility 1s

that because the teacher did.not go through her usual announcement routine

while telling the students to clean up, she may have communicated to
\ < .
them that this was not really an/(official" announcement. The us.-
v . /
successful clean up was probably due to a oombination of the above

’ . '

‘factors, The point that bears repeating, howéver, is that clean up .

was not acéomplished to the teacher's liking until after she returned” -

to the room and went through the series of steps usually used to make s o
’ M\’l ’ , . / ’ | -
important announcements. L -

' ) t‘ \ .

Unannounced Junctures

It can be seen from Table 1 -that there were five instances when \ .
p— Y e

‘jurctures between segments of worktime were not marked by announcements ’ .

T
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o
’ .
’

made by the teacher, Two of the instances.hannened during the first two
weehs.of school (01 occurred onoDa§:3, and 02 occurred on Day 4).

In instance 01, there was no announcement to mark the juncture
. between clean up and the second citcle., (This day is described in
detail in the previous section ) By the time the teacher returned
with the boy from the nurse's office, 311 of the'other studentq were
already sitting in the circle area playing a game with the student'
teacher. The teacher therefore did not -have te make an announeement fétg
the students to congregate in the eircle area since they were already
there. After the teacher made the.announcement for the students tn

disperse and finish the job of cleaning up,'she did not have to make

another announcement for them to congtegate in the circle area, since she

had told them to return to the circle area when they finished cleening
up.

Instance 02 happened on Day 4. Anproximately 10 minutes befora
.clean up nas to_hegin (and‘the usudl time for the teadcher to matk the

@

juncture between focused work and wind up), the remedial speech teacher
came into the classroom to talk with the classtoom teacher. She stayed
there for approximately 10 minutes. By the time she left, it was tine
for the teecher to make the elean~up.annonncement.

Two of the other instances of announcements failing to occur (03 and’
04) happe:ed on Day 5 (in December) and on Day 6 (in April). Et appears

that by December the students no longer needed tc be remindcd that clean

up was going to begin in five or 10 minutes. They were pacing themselves

7As the “speech teacher entered the room, the classroom teacher looked
at her watch and then noticed the speech teacher. It can be speculated
that the claqsroom teacher was about to make the announcement regarding
the fact that clean up was going td begin in 10 minutes and was stopped
by the appearance of the speech teacher. However, this is merely specula-
tion. Since the teacher was not asked about her intentions at the time,
- there is no way to know why she 1ooked at her watch.
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better and had a better notion about the length of worktime., The
students began to wind up their activities on their own, and so they

did not‘need to be reminded by the teacher.

Discussion -~
The teacher used a specific series of steps while making announte-

‘ments. The importance of this series of steps is that it signaled to

] Y

students that somethiﬁg new and important was about to happen. Students
needed to know that as soon as the teacher initiated the series of steps,
they were supposed to pgy attention. That is,'if the teacher began to

move toward the circle area, it was time for them to stop what they

'

were doing and pay attention to what the teacher was saying.

{
_ The teacher interacted with students a great deal during worktime.

However, it was not critical for all students to continuously monitor
what the teacher was saying. It was iﬁportant for tht students to
listen to whgt the teacher was saying when she said 'something that
affected the whole'class. It'was,'theréfore, critical for students'to

pay attention to the cues that the teacher used to signal that she was

A

about to make an important announcement.
In the geries of behaviors .the teacher went throdgh while making '

announcements, movement to the circle drea played a dominant role..

However, construed as a place to make an announcement, the circle area

is not intuitively thc¢ most obvicgs part of the room for the. teacher

to have chosen. 1t éaq be seen in Figure 1 tﬁat the circle area is not
the geographicél center of the room. When the teacher was sténding in
the circle area, sﬂe could not face all of the students at once.

Since students were working throughout the rbom during worktime, the

teacher always had her back to some of them while making an announcement.

29
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'While making announcements, the teacher\wduld gsometimes turn in a
.circley_so that she would face all of the students in turn. But she
st1ll had her back to some of the students at all_simes.

This does not seem“to be the most efficiernt way of making
announcemehts. It seems thae if one of the major functions of the
announqemeﬁts is to control and change the behavior of the etudeﬁts

.

that it would be more efficient for the teacher to be able-to see them

“all while she was making the eenouneement. She cdeld have_stood some-
where on the periphety of the room and‘commaqgea a more cqmplete Qiew.
However, she did not do that.

A possible reason’ for the teacher's use of the tircle area for

v : . . [
_@ekipg announcements is that the circle area was the part of the’ room S e

where she had previously exerted the greatest control evef her students.
Circle times were the times in the school day wvhen the teacher had
most control over what students did and said. They were single~focus
activities, and the focus was usually ‘the teacher. Stuients were fold
not to speak, not to move around, and in general to sit still while
circles were iﬁ progress. ﬁy returning to the circle area while she made
announcements, the teacher was actually using space very effectively.
What she was in effect communicating to her students was, ''When 1 am in
this part of the room, you should step what you are doiﬁg and pay attention
to me.'" These announcements take on added significance when viewed
in light of the teacher's shift in role.from small group member during
focused‘!ime to supervisor of classfoom activity during clean up.

It is no surprise that many of the announcements began with the

order for students to "freeze," This meant that students were ‘to

stop whatever it was they were doing and pay attention to the teacher.

;3() L L
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In other words, the order to Jfréeze"is an order to stndents to act )
as they dd when they are sitting in the cirecle.- The circle area, |
therefore, took on special social meaning in the classroom. It
carried a meaning'of social controllthat was not carried by any other
part of the room, particularly during rhe early part of the achqolC
year. 'Subseéuent analysis'revealed that later on in the year, the

1

area around the reading table (see Figure l) took on similar social
meaning (Florio, Note 1).\ But this did not occur until the
kindergarten students had begun to learn how to read at which time
they met during worktime in small groups with the teacher at the
reading table. However, since reading instruction did not appear on
‘any of the tapes of worktime used in this study, further analysis of
_.this subject is béyond the scope of this paper.

This social use of space by the teacher marked the circle area as
being somehow special. There is another way in which the teacher
acknowledged the circle area as beinghspecial. At other‘times during
worktime when the teacher had to cross the circle area, she usually
did so very quickly. Also, if the teacher stopped in the circle area
to talk with a student who was doing something there (playing with
tne amall blocks, for exanple), she stopped in the circle area and
knelt down near the stndent to talk to him or her. She did not stop
’in the circle area and bend in from the waist, as she did wnen making
announcements._. |

Apparently, both the teacher and the students sensibly interpreted
the teacher's use of space. This does not mean that the teacher went |

through this series of steps or used the circle area in this manner

consciously. Neither the teacher nor the students were necessarily

aware that space was being used in a special way. However, it is
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¢lear that at some 1evel the teacher was performing announcements

, in a patterned way in order to communicate to students that something

important was happening, and students were making appropriate’ interpreta— -

Y

tions.

We have attempted to demonstrate a teacher's role in contextual

éhange and the series of steps she used in accomplishing those changes. E '
X , .
By performing a set of behaviors in a systematic fashion, the teacher
' oomnuniEated to students when they should pay attention to her. In

* the absence of those behaviors, students did not need to attend to

K
’
]

what the teacher was doing. - o T

At another 1eve1; this paper has demonstrated the orderly fashion :

inAwhiehieVeryday life is carried out. Although the social scene under

,;hscrutiny'in this analysis was a ciassroon, the same kind of order
prevails in most, if not all, social situations. This.order is easier
to perceive in some scenes than in others. The order that prevails in
what zve called "highly structured classrooms," for example may be
easier to perceive than the order that prevails in what have been

H
" However, the classroom examined in this study

called 'bpen classrooms.

. would be considered an open classroom,fand“this paper has demonstrated
the orderliness underlying what - some congider to be a disorganized
situation,’

Making sense of classroom order and~thereby navigating
appropriately across the contexts for interaetion within it, are
imporiant aspects of social competence. A kindergartner's failure to
interpret appropriately the social meaning inherent in the teacher's

calls, movement, and use of space can quickly contribute to the formation

of a less than promising "institutional biography" for that child., Insight,

E}k
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into the patterns of interaction operant in the .classroom and the
children's}behavior within them may enable teachers to reflect in a

more rich and differentiated way about the children whose performance

’
o -— -

" they are expected to assess.’

This kind of" analysis has been performed on other aspects of life -

[

in this classroom (cf. Bremme, Note 2; Florio, Note 13 Shultz, ‘Florio, & g

Erickson, Note 3; Shultz, in press). The end result of all these analyses

-

will be a comprehensive pictﬁre of how everyday life is accomplished in

2
ot

one classroom, Although the specific findings of these analyses will not
be applicable to all classrooms at all times, the methods and research : f
1techniques developed in them will provide a framework within which every-
dsy life in other classrooms and other social sitqations can be examined

.

in great detail,
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